Abstract: The principal objective of this study is to describe and evaluate a holistic training model for language teacher education in an e-learning context, specifically in a cyber face-to-face language learning context. This study first proposes an e-training model called the Practice, Reflective and Collaborative (PRC) model, and discusses the rationale underpinning each key component of the model. The article then proceeds to the crux of this research -the evaluation of the key components of the proposed model, drawing on the data from our 12-week e-teacher training program. The aim of this evaluation is to illustrate how this model worked in our case and how it was perceived by our trainees. 2) Abstract and keywords should be provided not only in the main text but also in the title page.
Introduction
The growing momentum of online teaching brings with it a sense of urgency, especially with regard to the need to develop and evaluate a holistic e-teacher education pedagogy that caters for both professional development, and personal growth and identity formation of a new generation of eteachers. Such a need has been keenly felt by language professionals who work in Computer Assisted Language Learning (CALL) (see Hubbard & Levy, 2006; Hubbard, 2009) , because, as pointed out by Hampel and Stickler (2005: 312) , "online teachers need different skills than those normally employed by tutors trained to teach languages in a face-to-face classroom and they also require different skills compared to online teachers of other subjects".
The professional and personal development of an e-teacher is a challenging process, and this fact is exacerbated by the complexity and synchronicity of e-teacher training in a cyber face-to-face environment. Such an environment is often supported by a Synchronous Learning Management System (SLMS) which "employs a combination of synchronous and asynchronous technologies such as audio, video and other data sharing and interaction tools (e.g., an interactive whiteboard, document sharing, desktop sharing and multimedia discussion forums) to provide an integrated learning environment where multimodal interaction with both human and materials can be facilitated" (Chen & Wang, 2008: 97) . To manage such interaction effectively requires not only technology know-how, but a holistic online pedagogy addressing the complex and evolving nature of the cyber face-to-face learning. Its spontaneity and high technical sophistication place special demands on language teachers new to synchronous online learning.
More important than skill and knowledge development is the personal development of a teacher. The influence of affective factors, such as attitudes, motivation and anxiety, on the success of learning has long been recognized (e.g., Freeman, 1989) . Mitchell and Myles (2004: 26) contend that "social psychologists have long been interested in the idea that the attitudes of the learner towards the target language, its speakers and the learning context, may all play some part in explaining success or lack of it". These affective factors have become a collective indicator of the learner"s readiness to enter into a certain learning discourse (see MacIntyre et al., 1998; Dörnyei & Skehan, 2002) . The impact of affective factors such as self doubt, anxiety and uncertainty is even more keenly felt in a teacher"s journey to become an online or e-teacher, especially when new e-teachers need to manage a multimodal environment such as a cyber face-to-face classroom. Therefore, a pedagogical approach that embraces the whole teacher is urgently needed for teacher education in such learning environments.
We use the term holistic to emphasize the need to always introduce specific skills within the total learning context, and to practice these skills in an authentic learning and teaching environment. Such a perspective makes clear that a multimodal learning environment is a system where all the elements combine and interact in a real learning context. At the same time, a holistic approach also means that the model we develop goes beyond the mere transmission of knowledge and skills to also cater for the personal growth of trainees so they may become confident as well as competent e-teachers. It is also crucial that the process of such a pedagogical development be evaluated in a timely fashion in order to gain a deeper understanding of the nuances of e-teacher training. This leads us precisely to the aim of this study, which is to explore the essential process of how such a model could be developed, implemented and evaluated.
The remainder of the article will first discuss the contents of and rationale underpinning each key component of the model we developed in an e-teacher training program, and then moves on to the crux of the article -the implementation and evaluation of this model in a cyber face-to-face environment supported by an advanced SLMS called Collaborative Cyber Community (hereafter 3C)
1 . The purpose of this evaluation was to illustrate how this model worked in our case and in what ways the trainees perceived the effectiveness of this model.
The proposed PRC training model and its underpinning rationale
Informed by teacher education theories and online teacher training practices, we developed an eteacher training model called the Practice, Reflection and Collaboration (PRC) model. PRC represents the three fundamental components of the model, which cater for the professional and personal developments of the trainee teachers in a holistic manner. What underlined the model was the incorporation of an evaluation element in each stage and component of the training program, in various forms. These evaluation mechanisms, realized mainly through reflection and collaboration, enabled us to gain insights into the intricacy of the learning processes of the trainee teachers. These insights, in turn, informed our evaluation and improvements of the proposed model. The following section will discuss the three major components of the model, namely, practice, reflection and collaboration, in terms of their contents and the rationale underpinning each component, drawing on theories and practices in teacher education. In so doing, it will reveal how a holistic approach and an evaluative dimension were built into every part of the model.
The practice component
We believe that catering for the professional developments of the trainee in an authentic learning and teaching context should be an important attribute of a holistic e-teacher training model. The holistic approach we adopted led us to a two-stage design in our model, with skill and knowledge transmission, i.e., platform training, in Stage One and practice teaching in a real online teaching context in Stage Two. Platform training is a necessity, but in our model it was designed such that it only occupied one third of the total length of the training program, and it was immediately followed by eight weeks of online teaching practice, the longest period in the training program. When deciding upon the two-stage design and the length for each stage, we were particularly influenced by Korthagen"s (2001: 71) three principles for building professional leaning:
1. A teacher"s professional learning will be more effective when directed by an internal need in the learner. 2. A teacher"s professional learning will be more effective when rooted in the learner"s own experiences 3. A teacher"s professional learning will be more effective when the learner reflects in detail on his or her experiences. Loughran (2006: 136) comments on the importance of these principles by saying that they emphasise that "professional learning is not developed through simply gaining more knowledge, rather professional learning is enhanced by one becoming more perceptive to the complexities, possibilities and nuances of teaching contexts". Such a perception can only be gained through teaching experiences in which students of teaching will develop "awareness of situations" which is a "knowledge building exercise of a type based in phronesis and shared as episteme". According to Korthagen et al. (2001) , episteme is propositional or abstract knowledge that can be applied to many different situations, while phronesis is derived through understanding specific situations. Loughran (2006: 135) also advocates the relationship of "phronesis informing episteme informing phronesis". In other words, a holistic e-teacher training model should cater for the development of skills and knowledge in an authentic learning context. The importance of bridging the gap between theory and practice and achieving an appropriate balance between the two has not only been recognized in teacher education in general but also supported by evidence from some online teacher training practices. For example, results from Bennett and Marsh"s (2002: 18) study show that "in any training program for online tutoring, the prospective online tutors should be placed within the practical context as early as possible and the evidence suggests that online teaching practice may be the single most important element of the training and development process." In addition to the above discussed importance of practice, another rationale underpinning our decision of a two-stage design was our belief that practice itself was a form of evaluation of theory. Thus in this study, practice teaching in Stage Two was designed to test, in an authentic teaching context, how successful our platform training was in Stage One.
The reflection component
The second attribute of a holistic e-teacher training model should be its built-in mechanisms to nurture the professional and personal developments of the trainee. One of such mechanisms in the proposed training model was reflection. Reflection was adopted for two main purposes: to function as a key feedback mechanism in the evaluation of the model, and as an essential supportive measure for the trainees" personal growth and professional development. Regular and continuous reflection was supported and encouraged at all stages of the training program, although it was implemented in different ways in different stages of the training, through various interactions between the trainees and the trainer, and between the trainees themselves.
Reflection has been widely recognised as a central tenet in an effective teacher education program (Bennett & Marsh, 2002; Connolly, Jones, & Jones, 2007; Stickler & Hampel, 2007) . In fact, the term "reflective practice" has long been a catch phrase in teacher education, and it can be traced back to the works of Dewey (1938) , Lewin (1948) , Piaget (1964) and Schön (1983) . Central to their work is the concept of integration of experience with reflection and of theory with practice. To Loughran and Northfield (1998: 15) , "reflection is a personal process of thinking, refining, reframing and developing actions". To others (e.g., Day, 1993 and Freeman, 1982) , reflection should also be a collective effort (also see discussion in section 3.3).
When determining the ways that reflection should be built into our training model, we were particularly inspired by what Schön (1983) calls the cycle of appreciation, action and re-appreciation, and by Wallace"s (1991: 56) concept of "reflective cycle", which involves cycles of practice and reflection (see Figure 1 ). These theories led to our adoption of a cyclic approach of practice, reflection and professional competence. In our study, each of the eight trainee teachers went through four of such cycles though conducting four rounds of online teaching practice and immediate reflection on each round. Within each cycle, each trainee would complete a self-reflection report and receive one monitoring report from each of their peers and the trainer (also see Levy, Wang & Chen, 2009 ).
== Figure 1 is about here == Observation is another form of reflection and evaluation that was designed into our training model. During online teaching practice, all trainees were asked to observe their peers" teaching and complete a monitoring report for each teacher. When discussing the importance of observing teaching, Maingay (1988: 121) points out that the observer will be able to pick up new ideas and reflect on their own teaching through watching someone else. Lewis (2006:593) also confirms that the observation of his teaching by a "critical friend" was " [b] y far the most productive of the strategies" used for his professional development in online teaching.
As a way of sharing their reflection, we also encouraged the trainees to post their reflection in the Discussion Forum in 3C throughout the training process. Different from the self-reflection and monitoring reports, postings in the Discussion Forum usually focused on meta-discourse of online teaching and training on a more theoretical level. Akbaris (2007: 204) argues for the importance of this type of discussion by saying that "reflective practice, if it excludes theoretical discussions, will limit teacher development to matters of techniques and procedures, blocking any attempt to gain higher recognition and status in the discourse community". The Discussion Forum thus met the need for new understanding and knowledge of online teaching and training to be communicated to their peers and for learning to move beyond the individual realm, thus creating the possibility of "professional dialogue, critique and inquiry" (Loughran, 2007: 142) .
The collaboration component
Collaborative learning constituted another built-in mechanism in our holistic training model for fostering the professional and personal growth of the trainee teachers. Collaboration was built into the model not only because of the indispensible role it played in the trainees" professional and personal development, but also because it served as a means of evaluating the model in a collective way as the trainee teachers reflected together and learned from one anther. Similar to reflection, collaboration among the trainee teachers came in different forms at different stages in the training process. Day (1993:86) argues that "[i]n order to move to levels of confrontation and ethical justification, reflection will need to be analytic and involve dialogues with others". The social nature of reflection means reflection is not only an individual process, it should, as suggested by Freeman (1982) , also involve group interactions wherever possible. When designing the collaborative learning component of our training program, we found Loughran"s (2006: 139) discussion on a comment made by Bulfin (2003) very useful. When discussing his experience as a beginning teacher, Bulfin (2003: 33) out that the "process of attempting to make our joint knowledge increasingly public, helped lay to rest some of the self-doubt and uncertainty that surrounded our discussions and sense of professional identity as valued members of a knowledge community." In view of the involving nature and high tech content of an online learning environment, especially a cyber face-to-face environment, it is reasonable to assume that "self-doubt" and "uncertainty" can be less acutely felt, with a supportive learning community, a necessity for teachers new to such an environment. Thus our training program was designed with the aim of establishing a "collaborative culture" characterized by "collegiality, contract-making, entitlements and critical friendships built through openness and trust which support rather than erode teacher research and which encourage staff to share problems and respond to new demands" (Day, 1993: 89) .
One of our efforts to achieve this aim was the inclusion of team teaching in our training process. In the last four weeks of the online teaching practice, trainees were randomly paired to co-teach online for a 30 minute session per team in the first two weeks and they were placed in a different pairing in the last two weeks to conduct another 30 minute session per team. The rationale for changing the pair partners was to ensure that they had opportunities to collaborate and reflect with different trainee teachers to maximize learning. The new partner would provide them with another, different perspective on teaching and learning drawing on different ideas and experience. A two-hour workshop was held prior to the start of team teaching, in Week 5 of Stage Two, for reflecting upon and sharing online teaching experience and for introducing more online pedagogies, especially team teaching strategies. The rationale for having a workshop in between the teaching practice was that the trainees by then would have gained enough experience with online teaching to enable them to evaluate these strategies and their experiences in more depth.
Another form of collective evaluation and collaboration built into our training program was online teaching observation and peer monitoring. When an individual trainee or team was teaching, all the other trainees and the trainer were required to observe and complete a monitoring report for each trainee who taught. The report would then be emailed immediately after each lesson to the trainee/team observed. In order to facilitate professional dialogues, the monitoring report was designed to have a column called "Your say", inviting the receiver of the monitoring report to respond to comments made by the observing teachers. This process allowed the trainees to reflect together as new ideas and practices emerged from their first hand experience.
We also utilized the Discussion Forum in 3C to support collaborative learning among the trainees. Bennett and Marsh (2002: 19) recommend "clinical supervision" (Wallace 1991:108) as an "essential component for any programme of staff development and training for prospective online tutors". The term "clinical supervision" has been employed by scholars to refer to "the facilitation of dialogues around what goes on in the teaching and learning situation" , and this dialogue "enables theory to emerge out of practice, rather than exclusively being applied to practice as is so often the case" (Bennett & Marsh, 2002: 19) . Following this recommendation, we used and encouraged the trainees to use the Discussion Forum in 3C as a supportive and collaborative venue to share and evaluate ideas and reflections in a timely fashion.
Methodology

The SLMS used in this study -3C
3C was used as the training platform for our e-teaching program which evaluated the proposed training model between November 2006 and February 2007. 3C has both asynchronous and synchronous modes. In the asynchronous mode, audio, video and text-based learning resources (e.g., discussion forums, lecture notes, web-based course materials, assignments and video recordings of cyber face-to-face classes) can be accessed by the learner at anytime. However, this study focuses on teacher training in the synchronous mode which consists of a main cyber face-to-face classroom and group cyber face-to-face classrooms. The group cyber classrooms, dedicated to supporting students working in groups, offer the same functionalities as does the main classroom. Figure 2 is a screen capture of the main cyber classroom, which features five major windows: the main audio and video, the control panel, the text chat box, the whiteboard and the sub-video windows. Up to 18 sub video windows can be displayed at the same time (see , for further discussions on 3C.). The aim of our training program was to train the trainee teachers in managing the cyber classroom for synchronous online language teaching. This is also why most of the training was conducted in the cyber classroom in order for the trainees to experience the learning environment as both a teacher and student.
== Figure 2 is about here ==
Participants
Chinese language teachers
Eight experienced Chinese language teachers from three universities in Queensland, Australia participated in the evaluation of the proposed model. Seven of them were Chinese native speakers and one a native English speaker. Data from the Pre surveys indicates that two of them had either briefly taught or attended online classes before but the rest did not have any online teaching and learning experience. It was also shown in the pre survey data that four of them self-rated their computer competence to be 3 out of 5, with 5 being high, three chose 4 and only one chose 2. Apart from the first physical face-to-face workshop, the participants attended the training solely online either from home or their offices. Pseudonyms were used for all participants in this study to protect privacy.
Distance Chinese language students
In Stage Two, when online practice teaching started, participation was also called among students who were studying intermediate Chinese through the Open Learning Program at Griffith University, Australia. Only five students volunteered due to the small enrolment in the program and the noncompulsory nature of the participation. They attended the online classes from various parts of Australia, with one from China.
Data and data collection methods
What characterized our training model was the seamless incorporation of evaluation at various stages throughout the training program. Essentially, we adopted a formative evaluation approach to the evaluation of the proposed training model. Palloff & Pratt (1999) define formative evaluation as follows:
Formative evaluation is an ongoing process that can occur at any point throughout the course; it can surface gaps in course material or in learners" ability to grasp that material. Formative evaluation gives instructors a way to shift focus if the course is not proceeding according to plan. (p. 144).
Translated into the evaluation design and data collection in this research, formative evaluation was realized mainly through participants" reflection and collaboration at various points in their training. Our holistic, reflective and cyclic approach to training and the collaborative nature of the proposed training model enabled us to employ a combination of data collection methods to effectively evaluate the training model. As evaluation is an integral part of the proposed training model, a wealth of data has been collected as shown in Table 1 . These methods and data not only documented the trainees" learning experience, but also served as a way of nurturing the trainees" professional and personal growth and identity formation as our training model required the participants to constantly evaluate their learning through various forms of interaction.
== Table 1 is about here ==
Data analysis
Our holistic approach to training and the nature of formative evaluation determined the adoption of a qualitative methodology to analyse the data contained in Table 1 . As defined by Strauss and Corbin (1998: 10) , qualitative research refers to "any type of research that produces findings not arrived at by statistical procedures or other means of quantification", and can be used to "obtain the intricate
Results and discussion
This section further evaluates the three components of our training model, namely, the two-stage practice design, the reflective and cyclic design, and the collaborative learning design. Empirical data from our training program will be presented and discussed in relation to each of these components.
The practice component
As shown in Table 2 , the proposed training model featured a two-stage training program with four weeks in Stage One, platform training, and Eight weeks in Stage Two, practice teaching. Stage One essentially consisted of a 2-hour workshop each week for three weeks and one week for self reflection and preparation for Stage Two. The training focuses on skill development relating to cyber face-to-face classroom management, especially the use of the functions in the classroom to support synchronously interactive language learning. The holistic approach we employed in the training ensured that discrete teaching of specific skills taken out of context be kept to a minimum. This might occur occasionally but generally speaking the thrust of the model was always to introduce and certainly to practice new skills and knowledge in a realistic, authentic context.
== Table 2 is about here ==
The first workshop was face-to-face, conducted in a language laboratory at Griffith University, in Australia, and the other two workshops were conducted completely online in the cyber face-to-face classroom in 3C. Seven teachers 2 and the trainer attended the workshops from their homes or offices. The aims of these workshops were to discuss online teaching strategies and introduce the use of the major functions in 3C for synchronous online language teaching. These functions included the whiteboard functions (e.g., the pen functions, the eraser, the pointer etc), file uploading to the whiteboard, join web browsing, desktop sharing, window capturing and the poll function, among others.
In this stage, possible technical problems that the trainees might encounter in their teaching were also pointed out, such as voice echoes and difficulty in accessing the 3C synchronous cyber classroom, caused by pop-up window being blocked. The rationale for discussing the problems in this early stage was to prepare the trainees more fully for the occurrence of technical problems in their practice teaching. The three workshops were then followed by a week of self-reflection and practice. This week was also utilized by the trainees for preparation for Stage Two -online teaching practice with language learners.
Stage Two comprised eight weeks of online teaching with distance students of Chinese, and one ongoing training workshop. The first four weeks were designated to individual teaching, and a cyclic approach was adopted in that each trainee was required to teach a 15 minute session individually in the first two weeks and another 15 minute session in the second half of individual teaching. The same approach was also applied to team teaching in the last four weeks of Stage Two.
2 One teacher was not available for workshop 2 and 3 but returned for the rest of the training program 3  4  5  6  7  8  9  10  11  12  13  14  15  16  17  18  19  20  21  22  23  24  25  26  27  28  29  30  31  32  33  34  35  36  37  38  39  40  41  42  43  44  45  46  47  48  49  50  51  52  53  54  55  56  57  58  59  60  61  62  63  64  65 QI-1 in the final survey (see Appendix A) conducted at the completion of the training program asks the trainees to rate on a 5 point Likert scale the appropriate length of the training program with 1 being too short and 5 too long. The responses averaged at 2.75, leaning towards the short side, as 3 indicates the appropriate length. As the participant numbers were very small, the results can only provide an indication of trends. The average for answers to QI-2 about the appropriate amount of contents that should be covered in the program reaches 3, with 1 being too little and 5 too much. Thus the amount of contents covered in the training was considered appropriate. Table 3 summarizes the replies to QI-3 asking the trainees about the training schedule they would prefer.
== Table 3 is about here == As demonstrated in Table 3 , half of the participants (50%) chose "4 weeks of training and 7 weeks of practice teaching". This indicates that more trainees preferred a little more training and a slightly shorter practice teaching period than the schedule used in this study, i.e., 3 weeks of training and 8 weeks of practice teaching. The synchronous nature and the provision of versatile functions of the online platform may contribute to this preference. Despite this slight difference, the validity of our two-stage practice design with a longer period for practice teaching and shorter period of platform training was confirmed by the trainees.
The practice component of our model provided the trainees with ample practice to test and improve what they had learned in theory: this is evident in the online teaching practice stage which was twice as long as the platform training stage.
The reflection component
Reflection formed the backbone of our model, and was designed into the training model at three levels: reflection on learning about online teaching knowledge and skills (Stage One), reflection on and observation of online teaching practices (Stage Two), and reflection posted in the Discussion Forum in 3C throughout the training. Reflection in Stage One was mainly conducted through reflection journals completed by the trainees immediately after the completion of each of the three workshops. The questions invited general feedback from the participants on how they felt about the way that the workshops were conducted: particular attention was directed towards their goals, and their reflections on their level of mastery of each function taught in the corresponding workshops.
In Stage Two each trainee conducted four rounds of online teaching and completed a self reflection report after each round. At the same time, trainees not teaching were required to observe their peers" teaching and complete a monitoring report for each trainee teacher. Thus self reflection and observation constituted the main reflection mechanism in each round. We drew upon Schön"s (1987) concept of reflection in and on action, and encouraged the trainee teachers to complete their reports immediately after each round. In theory, for the four rounds of online teaching for each trainee, each should have completed 4 self-reflection reports and received 32 monitoring reports, with 28 being from the seven peers and four from the trainer.
The self-reflection report was constructed as a matrix with sections where participants could respond on all major elements of teaching. Appendix B is a self-reflection report completed by Cristina about her teaching on 10 th January 2007. As illustrated in Appendix B, the reflection report not only allowed her to reflect on what she did or did not do well in the preparation and management of her online teaching, the last column-"improvement can be made" also provided her with a space to make notes to herself for improvement in the ensuing teaching round. Thus, in this column, she reminded herself to slow down and to ask the students to turn off the "repeat" function in Window Media Player next time when she used the function of Joint Web Browsing. Such detailed and comprehensive reflection was evident in all self-reflection reports and depicted crucial learning phases in the trainees" professional development. Appendix B also indicates how effectively the scaffolded reflection reports helped the trainee teachers to capture important elements in their teaching and reflect on the fine points in their teaching.
The Discussion Forum in 3C proved to be another important venue for reflection that was regularly used throughout the training. We encouraged the trainees to post their reflections and ideas in the Discussion Forum for everyone to see and discuss. The trainer and the technician checked the Forum at least once a day and answered the trainees" questions in a timely fashion.
Among the 108 postings, 54% (58) of them were reflection on their learning experiences and online teaching in a broader theoretical spectrum in comparison with their self reflection reports. Appendix C presents three postings from the Forum, representing the trainees" reflection at the beginning, the middle and the end of the training. As shown in Posting 3, upon the completion of the first workshop, Jill reflected upon her experience with much excitement and anticipation about the prospects of transforming from a classroom-based teacher to an e-teacher, using advanced technology to extend her teaching. When online teaching practice started, they reflected on the ways of what they had learned in the platform training stage was now being effectively applied to real online teaching, as in the case of Pat (Posting 61). Finally, immediately after completing her last teaching session, Cristina posted an extended and comprehensive reflection summarizing all aspects of her training experiences ranging from the technology, the pedagogy to psychological issues (see Posting 99). Appendix C indicates that the Discussion Forum provided a convenient venue for the trainees to reflect on each of the developmental stages that they went through during the training.
To summarize, reflection at various points of the training empowered the trainee teachers to evaluate their teaching and learning experiences in a cyclic and sustained manner. The cycle of practice, reflection and professional competence as advocated by Wallace (1991:49) became more evident in the four rounds of teaching and completing self reflection and monitoring reports in each round. These reports created opportunities for the trainees to constantly assess and evaluate what worked in their teaching, what did not work, what they should do to improve on what they had done and how certain tools could be used differently and more effectively. They were also able to see their own problems and responded to them accordingly, some through careful teaching design for the ensuing classes, others through more practice with certain online tools, either individually or with their peers. In addition, the Discussion Forum made it easier for the trainees to share their reflections whenever they wanted to. As a result of this progression, they were able to form new perspectives of not only their learning and e-learning as a whole, but also of themselves as an online teacher. It was also in this process did they become an active researcher, instead of a passive information receiver.
The collaboration component
The third important component of our training model is collaborative learning, which allowed the trainees to evaluate the model in a collective manner. It features open and professional dialogues among trainees, team teaching and peer monitoring.
Open and professional dialogues happened among the trainees throughout the training in the Discussion Forum in 3C. What was clearly conveyed in these dialogues were mutual support and encouragement, sharing of ideas and perceptions, and discussions of online teaching strategies. Appendix D provides some examples of the kinds of professional dialogues among the trainees.
Posting 48 in Appendix D was written in response to some trainees" reaction to the first online workshop in which we experienced some unexpected technical difficulties, and some confusion and concerns were expressed in the Discussion Forum. Here Lonnie was trying to encourage others to think positively. He was strongly supported by Jill in posting 51. In the second half of the online teaching practice, the trainer initiated some discussions on online teaching strategies such as the usefulness of the text chat and the establishment of classroom protocols. In Posting 81, Annie offered a comprehensive discussion of the importance of the text chat in an online learning environment. In agreeing with Annie"s points, Cristina also raised her concern of "underground chatting" by students through the private chatting function in the text chat (Posting 84). In response, Annie suggested that the private chatting function be disabled if possible or students" chatting be monitored (Posting 87). The postings contained in Appendix D are only some of the examples of the professional dialogues happening among the trainees in the Discussion Forum.
The second type of collaboration unique to our training model is team teaching. There were two major areas for collaboration in team teaching: content preparation and classroom management. In preparation for teaching, the team members often met in their own cyber face-to-face classrooms to discuss teaching plans and strategies such as how a listening and speaking activity should be conducted and what functions (e.g., Joint Web Browsing, the Poll and document sharing) should be employed to support what activities. They also rehearsed their teaching together in their cyber classrooms to help anticipate and solve any potential problems that might occur during online teaching. During their teaching in the main cyber face-to-face classroom, they often took turns to be in charge of the main teaching activities. It was usually the case that when one trainee was lecturing orally, the other would help to monitor the students" video windows, answer questions in the text chat, type Chinese characters on the whiteboard, and control the use of functions such as the Joint Web Browsing and the Poll. If one teacher had to leave the main cyber classroom to supervise group work in the group cyber classrooms, the other teacher would keep the main classroom open for students to return after completing their group tasks.
When reflecting on her training experiences, Cristina wrote in the Discussion Forum on 2 February 2007: "Learning-wise, I found I learned most through the practice with peers, teaching preparation sessions with team members as well as the actual teaching process". Jill confirmed this reflection in the final survey (QI-6) by saying that "the highlight [of her training experience] was the learning of team teaching techniques". QI-6 in the final survey asks if they enjoyed the help from their fellow trainees, the replies were unanimously positive. For Cristina, collaboration "provided a great opportunity to learn from others in terms of class design as well as pedagogy among other things". The support from their peers was especially appreciated by Pat, who was quite nervous at the beginning. In the extended reflection that she wrote voluntarily upon the completion of the project, Pat emphasized: But more importantly, I have met new colleagues and made new friends stemming from the project. Their encouragement, support and shared knowledge and skills are invaluable to me, in terms of consolidating the new techniques in online teaching. Without these friends I could have been lost long ago.
Another form of collaboration that was deliberately built into our training program is peer observation and monitoring. When one trainee or one team was teaching, the rest of the trainees were required to observe and complete a monitoring report for the teacher/team who taught. Appendix E is an example of the monitoring report. This report was completed by Annie, providing feedback for Pat"s and Jill"s team teaching in Lesson 5. The "Your say" column was responded by Pat. As shown in Appendix E, Annie commented in detail on all aspects of teaching indicated in the report. These include preparation, management of the lesson (e.g., instruction/monitoring, use of time and use of tools), contents/resources, opportunities for interaction/participation and activities. She also made detailed comments in the "Other" section. In addition, specific suggestions for improvement were made constructively in the "Suggestion" column. In the "Your say" column, Pat responded positively to each of Annie"s comments and suggestions, promising to try out Annie"s suggestions in future lessons.
The monitoring report with its "Your say" column proved to be a great venue for the trainees to engage in professional dialogues about specific aspects of online teaching, more attuned to individuals" needs and concerns. As the monitoring reports were only sent to the trainee concerned and the trainer, the privacy of some comments was preserved. However, one drawback was that some great ideas and professional exchanges were not available to other trainees. This drawback was easily overcome by the trainer"s regular summarization of some good suggestions and ideas from the monitoring reports and posting of these suggestions and ideas in the Discussion Forum for the benefits of other trainees.
In summary, collaborative learning constituted another important dimension that we designed into our model to cater for the need of collective reflection and a supportive learning community. The above data indicates that team teaching should constitute an essential supporting mechanism in eteacher training as peer encouragement and support, sharing ideas and knowledge, and learning from one another mean much more to teachers learning to teach synchronously online than to those learning to teach in traditional classrooms. Future research should investigate this form of training in more depth.
Our data also indicates that a supportive learning community was created through the Discussion Forum in 3C, in which reflection, perceptions and experiences were explored and shared, promoting a culture of shared learning and collective evaluation. The effective use of the Discussion Forum directed our attention to the importance of establishing a supportive and collegial environment through the built-in features (e.g., discussion forums and chat rooms); such features are available in most e-learning platforms (also see Clarke, 2009 ). More importantly, such a training environment lends itself to the development of the skills for facilitating student communication, interaction and collaboration, one of the seven dimensions of skills advocated by Hampel and Stickler. (see Hampel, 2009; Hample & Stickler, 2005; Stickler & Hampel, 2007) .
Conclusion
Through discussing the development, implementation and evaluation of our e-teacher training model, this article has provided us with evidence of the essential elements that a holistic e-teaching training model should entail, that is, a two-stage practice design with teaching practice as its main stage, various forms of reflection built into every stage of the training, and different levels of collaboration among the trainees. What linked and run through all three components was the evaluation mechanisms built cyclically into every part of the model. Such continuous and cyclic evaluation allowed us to receive feedback in a timely fashion and adjust our training accordingly. Underlying this model is Loughran"s (2006: Preface) concept that a pedagogy for teacher education should allow "practice to push beyond the technical-rational, or tips-and-tricks approach, to teaching about teaching in a way that displays the appropriate attitudes, knowledge and skills of teaching itself". In this sense, the proposed model is holistic in that it pushed the training process to go far beyond the transmission of strategies, knowledge and technology know-how, and nurtured the teacher"s identity formation and personal growth by adopting dynamic, supportive and evaluative build-in mechanisms that responded to the trainee teachers" needs and concerns. Such a holistic model is especially crucial for e-teacher training as an e-learning environment often presents trainee teachers with new challenges and demands that they have not experienced in physical face-to-face teaching.
One limitation of the proposed model was its exclusion of the stage for modelling online teaching among the trainees themselves. Unfortunately, we did not have time for this stage in our program. Instead, we left this stage to the trainees themselves and most of them practiced their teaching before class with the trainer individually or their peers in the cyber face-to-face classrooms. Future research should include this stage between the platform training and teaching practice stage. During the modelling stage, practice teaching among the teachers themselves can be conducted and reflected upon.
We also recognize the small number of participating students in the study. This fact limited the opportunities for the trainee teachers to teach a large online class, which might present different kinds of challenges. Although this limitation did not affect the way we implemented and evaluated the proposed model, it would be ideal to evaluate the model with different class sizes.
The model explored in this study is only one of its kind. It is not the purpose of this article to establish a general model for e-teacher education. Rather, we hope this article unpacks what we experienced in developing, implementing and evaluating a model that goes beyond the mere transmission of knowledge and skills, and a model that responds to the needs and concerns of teachers in their endeavour to become a competent and confident online teacher. We also hope that this article encourages us to consider and reconsider the essence of e-teacher education in CALL. 8  9  10  11  12  13  14  15  16  17  18  19  20  21  22  23  24  25  26  27  28  29  30  31  32  33  34  35  36  37  38  39  40  41  42  43  44  45  46  47  48  49  50  51  52  53  54  55  56  57  58  59  60  61  62  63  64 8  9  10  11  12  13  14  15  16  17  18  19  20  21  22  23  24  25  26  27  28  29  30  31  32  33  34  35  36  37  38  39  40  41  42  43  44  45  46  47  48  49  50  51  52  53  54  55  56  57  58  59  60  61  62  63 
Difficulty level 
As far as Sue is concerned, a higher level of difficulty may be considerable.
Amount 
Thanks to the trainer"s advice during the rehearsal session, the amount was just about right.
As advised, it"s better to have a "B" plan.
Presentation 
The management
Sequencing  Instruction  Instruction of practice tasks was generally clear.
…. make sure remind the students to turn off the "repeat" function in …WMP. Also, suggest they set WMP in a minimise" model so that the HomeMeeting Interface wouldn"t be blocked. ….
Use of time 
The teaching time was OK. However, the unfamiliarity with the functions in Control Panel caused chaos and wasted some time.
More to learn with the application with the functions.
The handling of technology (e.g. use of whiteboard, Poll, etc. Pls be specific)

Classroom interaction
TeacherStudent 
As the trainer mentioned after the class, need to be more patient in terms of waiting for students" response.
Student-Student
N/A Learning activities 
Opportunities for using Chinese 
Better than last time. But better to slow down a bit the speed of speech.
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Other issues not mentioned above
Still only was able to concentrate on one area of the classroom, the one was in use.
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